This study investigated if correlations existed between teachers' perceptions of elements of a safe and supportive school climate/working environment in regards to teachers' intrinsic motivation and self-efficacy beliefs. Additionally, it examined the degree of significance when teachers feel safe and supported versus those that do not. Finally, it investigated which of the four elements has the greatest impact on intrinsic motivation and self-efficacy through the lens of educators to improve teaching, teacher retention, and job satisfaction. Survey data were collected from certified teachers in West Tennessee school districts. The responses to the Safe and Supportive School Questionnaire and Attitude Toward Teaching Survey provided quantitative data for analyses. A series of independent samples t-tests, liner regressions, and Spearman correlations revealed strong positive correlation existed between a number of the four elements and intrinsic motivation and self-efficacy. Additionally, it revealed teachers have significantly higher intrinsic motivation and self-efficacy in safe and supportive schools. Conclusions of this study and recommendations are outlined in this paper.
Introduction
The focus of this research is to identify elements that teachers perceived as significant to their connection with school climate and motivational factors at the workplace. Inman and Marlow (2004) demonstrated in their study of teachers' intrinsic and extrinsic motivation that a relationship existed between teacher motivation and job satisfaction in the workplace. Understanding these factors is critical to the sustainability of a healthy school system as an organization, as well as retention of teachers as pillars upon which teaching and learning are built. Earlier research suggests that positive school climate is associated with stronger academic performance, higher graduation rates, decreased incidences of violence and increased teacher retention (Clifford, Menon, Condon, & Hornung; 2012; Gangi, 2010; Haggerty, Elgin, & Woodley, 2010) . Previous research also proposes that a positive school climate makes school an appealing, satisfying, and meaningful environment in which both adults and youth care to spend a substantial portion of their time (Connolly, Pryseski, & Smith, 2014) . According to Peterson, (as cited in Cabansag, 2013) , many sociologists believe that current school environments are reward-scarce settings for professionals and often seem to work against teachers' best efforts to grow professionally and improve job satisfaction. Furthermore, a report from the National School Climate Center in February 2013 entitled; School Climate and Shared Leadership contended that the creation of a positive school climate, teacher buy-in, and a safe and supportive work environment were the pillars upon which retention of teachers is built, and the foundation upon which teaching and learning is realized (Hughes & Pickeral, 2013) .
The National Center for Education Statistics (2003) claimed that due to negative school climates, unsafe work environments, and negative teachers' perceptions, 621,000 elementary and secondary teachers left the teaching workforce to pursue employment in fields other than education. Additionally, based on data from the 2000 .5% of novice teachers left the teaching profession after three years, and 32% of teachers left after four years due to hostile school climates, unsupportive work environments and negative perceptions of their school (National Center for Education Statistics, 2003) . These reports paint a dim picture for the future health of today's school systems, recruitment of highly qualified educators and retention of teachers.
It is vital to the success of 21 st Century schools that educational leaders and policy makers discover elements that influence positive school climates/work environments, teachers' perceptions of the workplace, and teachers' motivational factors (Green, 2013) . As a result, they will be better equipped to increase teachers' job satisfaction and promote teacher retention. According to Canter and Canter, 2010 , Clark and Reaves, 2014 , Parrett and Budge, 2012 , an important element needed to create a positive school climate and safe and supportive work environment is ensuring the safety of faculty and staff. They further agreed when stakeholders pose a sense of security, positive trusting relationships can flourish among faculty, staff members and students within the school. The Department of Homeland Security (2016) asserted that many Americans feel schools should be a place where all stakeholders feel welcome and safe. In fact, schools should be safer than the home. Hughes and Pickeral (2013) revealed that it is imperative that the safety of the students and faculty members, the safety of the school buildings, and its surroundings are top priorities when establishing and maintaining a safe and supportive school. Bishop, Cardichon, and Roc, (2014) , added elements that influence positive school climates, safe and supportive work environments, and teachers' perceptions must be considered as means of responding to teacher attrition and teacher shortages in school systems.
Background of Study
Based on the research of Hoy (1990) , the concept of climate and culture provided a springboard for future research of the school as a social organization and work place in its own right. Clark and Reaves (2014) and Sandiker (2003) stated that before students can learn or teachers can teach, schools must be safe. The 1980s, 1990s, and 2000s witnessed their share of violent incidents that were indicative of the types of negative school climates that lead to teacher dissatisfaction and feelings of insecurity. Tims and Mecham (1998) recalled an event that occurred on May 21, 1988 , at Thurston High School in Springfield Oregon when a 15-year old boy entered the cafeteria and opened fire on 400 individuals. A 17-year old boy was shot and killed, while 23 other students were wounded. The incident created an environment that petrified the parents, students, and faculty members. As a result, some of the teachers fled the school and never returned. On October 1, 1997, in Pearl Mississippi, a middle school boy opened fire during school hours, killing two students and wounding several others. On December 1, 1997, in West Paducah Kentucky, a 14-year old boy walked into a classroom, shot, and killed eight students during daily prayer. As a result, staff members were afraid, and many contemplated leaving the school because they felt that it was unsafe (Associated Press, 1997). On March 24, 1998, in Jonesboro Arkansas, two boys fired at innocent students, killing four girls and wounding 9 other students at Westside Middle School (Davis, 1998) . According to a report published by the National School Safety Center (2006), from 1992-2004, serious violence, victimization of teachers, and bullying of students were pervasive and deplorable. These trends accelerated the rate of teacher attrition and slowed down the acquisition of qualified teachers in the school districts.
According to Canter & Canter (2001) and Kohn (2006) , school officials are accepting their roles and responsibilities to offer a framework for schools to implement a safe and supportive educational environment for all students and staff. Schools are drafting new policies and procedures to ensure educational access for all students as well as promoting the well-being of students who exhibit inappropriate behaviors at school (Birkland & Lawrence 2009 Clark and Reaves (2014) , suggested refining and implementing policies and procedures school officials will be able to make better data-driven decisions, properly align programs, and ensure that they are effective.
to infer that teachers nationwide were leaving the profession due to the dissatisfaction of their working conditions and safety concerns. Ingersoll also revealed that since the 1980s, teacher shortages have been on the rise due to teachers leaving the profession. According to Hunt and Carroll, (as sited in Johnson, 2014) , the trend in turnover rate for teachers is consistently higher than many existing occupations in the nation. This trend of teacher turnover is symptomatic of the inability to maintain high-quality teachers in the schools. Boe, Cooke, and Sunderland (2008) claimed that negative school climates stimulated a national teacher turnover rate as high as 22-23% during the 1990s. Luekens, Lyter, Fox, and Chandler (2004) Hunt and Carroll (2002) found that in the 1999-2000 school year, 534,861 teachers were hired in school districts, but by the end of the school year, 539,778 decided to leave the educational profession to pursue other career paths due to hostile school climates. Ingersoll and Smith (2003) suggested that the loss of teachers in educational classrooms creates a desolate situation for a school system and desolation leads to damage of the school and the learning process for stakeholders. Ingersoll (2003b) claimed that the greater demand for teachers in the 1980s, 1990s, and 2000s, the loss of teachers in school districts due to hostile school climates and dissatisfaction of their working environments does not bode too well for the current state of education in our communities.
During the past three decades, research has expanded and is being conducted by more educators and educational researchers (Fuernick, 2007) . As a result, several patterns emerged explaining why teachers were leaving school districts in the United States. Loeb, Darling-Hammond, and Luczak (2005) found that the greatest predictor of teachers leaving a school is the teacher's perceptions of working conditions in the school. According to Ingersoll (2003b) evidence citing why teachers are leaving schools, point to factors of working conditions such as teachers' loss of motivation to work, lack of encouragement from the leadership, and lack of collegiality. Liu and Meyer (2005) states that," low teacher salary is also a contributing factor to teachers leaving the educational profession and paints a negative perception of the profession at large." Hirsch (2004) revealed that as a result of teachers leaving the profession, school districts attempted to lure prospective qualified teachers in by offering signing bonuses and offered extra incentive payments to teachers already employed. Although the luring of teachers into the profession with better pay incentives was a strategic management strategy for school districts, it was a short-lived strategy. It did not have longevity because teachers continued to leave the profession and an increase of teacher shortage persisted as teachers sought careers elsewhere. Educational leaders and researchers are still attempting to identify factors that lead to the creation of hostile school climates, unwelcoming perceptions, and teacher hopelessness and lack of empowerment. Ingersoll (2001) found that 33% of novice teachers left schools within the first three years and 46% of them left schools after five years in the profession. Darling-Hammond (2007) found that teachers who enter the teaching profession from an alternative path left schools with a higher attrition rate of 40-60% after three years of entering the profession. Darling-Hammond also revealed negative school climates, unwelcoming perceptions, and lack of teacher empowerment contributed to a higher rate of attrition. Ingersoll and Smith (2003) claimed nationwide statistics have shown 15% of new teachers leave teaching within their first year, and another 15% changed schools each year in the school district. According to Canter and Canter, (2001) and Ingersoll and Smith (2003) , hostile school climates, unwelcoming perceptions, and lack of motivation forced teachers to leave the profession. Inman and Marlow's (2004) study revealed that school cultures that promoted teacher empowerment and provided incentives, increased teachers' intrinsic and extrinsic motivation to stay at school and continue to want to teach. Conversely, school cultures that promoted hostilities toward teachers experienced educators leaving the schools to seek out other fields that were friendlier and accommodated their needs. Johnson and Birkeland (2003) found that school culture was the determinant of teacher intrinsic motivation and job satisfaction. According to Canter & Canter (2001) and Kohn (2006) , school officials are accepting their roles and responsibilities to offer a framework for schools to develop, implement, and maintain a safe and supportive educational environment that welcomes, empowers, and motivates all stakeholders.
The challenge to provide positive school climates and safe and supportive working environments affects all school districts in the United States. As a result, these critical issues need to be resolved to ensure highly qualified teachers can teach and learners can effectively learn. Clements (2000) notes that principals must provide clear expectations, establish a support system for teachers, and hold staff members accountable to keep them motivated to teach. He indicates this could be done by creating a positive school climate and positive working environment, in which they feel safe, empowered, and respected.
Statement of Problem
There is a gap in knowledge that establishes the extent school climate and teachers' perceptions of the school as workplace influence teacher's job satisfaction, safety, retention, attrition, and motivation. Additionally, there is a gap in identifying to what extent working conditions influence teachers' perceptions of their workplace as well as the correlation of motivation and self-efficacy. There is a problem with retaining teachers with high self-efficacy in schools that are perceived to be unwelcoming for all stakeholders. However, evidence extracted from the National Center for Education Statistics obtained from the 1994-1995 Teacher Follow-up Survey showed that after five years, between 40-50% of beginning teachers left the profession due to negative school climate and lack of teacher encouragement by the leadership (Ingersoll & Smith, 2003) . Data taken from the National Commission on Teaching and America 's Future (2003) revealed that in 1999-2000; 232,000 new and reentering teachers were hired. One year later, 287,000 left teaching for professions other than teaching, which were 55,000 more teachers leaving the teaching profession than had been previously hired. The National Commission on Teaching and America's Future goes on to say, the reasons for leaving the teaching profession were attributed to negative school climates, negative perceptions of the working environment, and a feeling of lack of support.
Clark and Reaves (2014), states monitoring and analyzing data should be an ongoing process. As a result, school officials will be able to make better data-driven decisions, properly align programs, and ensure that implemented programs are effective. In addition, their study indicates, positive school climates, positive teacher perceptions of the school, teacher job satisfaction, and motivation should be high priority action steps aimed at keeping teachers in school districts.
The National Commission on Teaching and America's Future (2003) revealed when teachers were asked why they leave their jobs, working conditions topped the list. Darling-Hammond (2003) found that working conditions played a vital role in teachers' decisions to leave or stay in the profession. In addition, teachers attributed their responses to experiences with positive school climates, feelings of safety and support, and job satisfaction as reasons they continued to withstand the demanding task as an educator. It is expected that future research will reveal ways to create and sustain positive school climates, positive teachers' perceptions of a school, increase teachers' job satisfaction, and propel the motivation of teachers, aiding educational leaders and policymakers in making informed decisions (Boe, Cooke, & Sunderland, 2008) .
Purpose of Study
The purpose of this study is to gather knowledge from teachers related to perceptions of positive school climates, motivational factors, and self-efficacy. This is important because there is a gap in literature regarding the correlation of school climate, teacher perceptions of their working environment, and self-efficacy. The research method used in this study was correlational in nature and data were collected through online surveys administered to certified teachers in West Tennessee school districts. The results provided information in regards to the perceptions of teachers as professionals at the workplace (Weiss, 1999) . It also offered an understanding of the aforementioned variables in order to; develop and sustain positive school climates, improve perceptions of schools, and increase motivation and self-efficacy.
Significance of Study
According to Hunt and Carroll (2002) the number of teachers leaving the profession due to hostile school climates, unwelcoming school cultures, and lack of motivation was three times higher than teachers retiring. Previous research also suggests that working conditions that aid in promoting the success of teachers such as collegial environment and supportive leaders are significant factors to attract, motivate, and sustain teachers to the profession (Frase, 1992; Luekens et al., 2004; Ingersoll, 2001) . Many current researchers have emphasized the need to address school climate, school culture, and teacher motivation in order to bring about understanding and effective change (Futernick, 2007; Liu & Meyer, 2005) . Research that provides information to inform educators, policy makers, administrators, state department of education officers, and existing stakeholders about workplace environments will aid in the preparation of making the workplace a safer and more secure environment where all stakeholders feel at ease (Anhorn, 2008; Jones & Jones, 2013) .
Grissmer and Kirby (1997) and Good and Brophy (2008) identified that public schools in the United States have a cadre of teachers that are more educated and experienced than ever before. These teachers, however, are facing some of the most hostile school climates and unwelcoming school cultures of any nation. Schools are experiencing instances of firearm possession, violence, and bullying that is jeopardizing the safety and security of these well-educated and experienced teachers (Johnson & Birkeland, 2003; Jones & Jones, 2013) . Teachers are employees who work best in a stable and satisfying work environment (Green, 2013; Marzano, Marzano, & Pickering, 2003) . Positive school climates and positive school cultures are the two strategic management approaches school leaders must implement to retain the cadre of educated and experienced teachers in the United States to ensure the sustainability and survival of schools as organizations (Epistein, & Buhovac, 2014; Green, 2013) . So this study will explore the connection of teacher's perceptions, motivation and self-efficacy.
Relationship to Prior Research
The National School Safety Center (2013) suggested that assessing the perceptions of school climate, educators and education agencies can identify key issues in need of reform. Once needs are identified, data from school climate assessments can be used to set goals and priorities and choose programmatic interventions. Additionally, findings from the school climate assessment used by the school can identify areas where students, staff, and parents view climate in similar or dissimilar ways. Clark and Reaves (2014) proposed measuring school climate data is vital for sustainability of today's schools. Furthermore, the data should be used to implement intervention goals as well as track progress toward accomplishing those goals. Moreover, this research answered the call of Anhorn, 2008 , as well as Jones, and Jones, 2013. Their previous study suggested that future research providing information to inform educators, policy makers, administrators, state department of education officers, and existing stakeholders about workplace environments will aid in the preparation of making the workplace a safer and more secure environment where teachers feel at home and can empower students.
The current research supported several theories such as Pavlov's classical conditioning theory, Bandura's self-efficacy and social cognitive theories, and Maslow's hierarchy of needs theory. This research validated Pavlov's classical conditioning theory showing it impacts school climate and culture. Schools are striving to find methods to motivate employees to adopt behaviors that are consistent with organizational goals and increased productivity to have highly motivated employees with a sense of high self-efficacy (James, 2013). Data from James' study indicated that several schools increased teachers' levels of motivation, emotionality, planning, commitment, stability, and competence required for classroom management. Catlett (2015) also supported Pavlov's classical conditioning theory by putting parameters in place to condition a desired behavior. Catlett's research supported the notion that positive school climates can create positive attitudes and relationships among teachers. The data from the current study revealed that Positive staff relationships emerged from a safe and supportive school climate.
The research also reinforces Bandura's self-efficacy and social cognitive theories. It shows that Bandura's theories outline the connection of setting a positive school culture to the increase of self-efficacy and motivation. Bandura's social cognitive theory posits that the development of an individual's behavior is linked to self-efficacy, social structural factors, outcome expectations, and goals. The theory's core concept is that individuals can gain knowledge by directly observing others within the context of social interactions, experiences, and outside media influences (Bandura, 2002) . Maddux, Sherer, and Rogers (1982) , studied relationships between self-efficacy and outcome expectancies. They defined outcome expectancies as beliefs about the consequences of one's action that are influenced by physical, social and self-evaluative factors. Bandura (2002, p.4) , stated that, "outcome expectancies along with self-efficacy influence goal setting and goal pursuit." Data revealed Bandura's theories are prevalent in this research as well. It discovered that the element that had the greatest impact on a teacher's intrinsic motivation was clear expectation and parameters, while active monitoring had the greatest on a teacher's self-efficacy.
Maslow's hierarchy of needs theory is shown to have a connection with motivation and the personality theory. Maslow contented that a relationship exists between individual motivation and performance in any given organization. According to Dorer and Mahoney (2006) , corporations and schools' workplaces exemplified environments where individual motivation is essential to stimulate productivity and success of an organization. Curry (1993) contributed an increase in self-efficacy and motivation included the setting, performance feedback, and social comparison. Koltko-Rivera (2006) noted that Maslow's self-efficacy and motivational theories have made major contributions to teaching and classroom management. This research underpinned Maslow's theories by showing when teachers' needs are met, they can be more effective and efficient. For example, when teachers feel safe and supported, appreciated, and that they belong within the organization, they are more apt to have higher intrinsic motivation and self-efficacy beliefs. These theories mentioned above were the fundamental frameworks for this study and are used to support the findings that there is a connection between a teacher's perceptions, climate and motivation.
Assumptions
Assumptions that guided the research during the planning and analysis of the study are as follows:
 Teachers' perceptions of the workplace are the pillars upon which teachers and schools can enhance the current school climate and culture to support the sustainability of the school as an organization (Epistein & Buhovac, 2014) .
 Teachers' perceptions of working conditions are the pivotal factors for creating and sustaining the vision of the school and implementing strategic management policies that keep teachers in the school (Good & Brophy, 2008; Green, 2013; Werbach, 2009) . Rather, the impact of policy on educator's current perceptions. Ultimately, the school climate/working conditions plays a vital role in the perceptions of teachers and impacts their ability to effectively perform job tasks.
 Teachers' perceptions of the school, school climate, and staff relationship are strategic management approaches that can be incorporated into the professional development of teachers to support the school's sustainability as an organization and maintain teachers' self-efficacy level and motivation. (Epistein & Buhovac, 2014; Werbach, 2009 ).
 Teachers' perceptions of self-efficacy can be incorporated into school climate to move the school in a positive and productive direction for all stakeholders which impacts the climate and culture. (Bandura, 1997; Green, 2013; Marzano, Marzano, & Pickering, 2003) .
 Teachers' perceptions of the workplace can establish the foundation upon which creativity, agility, and innovation to move the school in a positive direction in midst of negativity while increasing teachers' self-efficacy level and motivation (Eoyang, 2009; Epistein & Buhovac, 2014; Hughes, Beatty, & Dinwoodie, 2014; Wheatley, 2006) .
 Teachers' perceptions of job satisfaction can be used to galvanize and implement strategic management tactics by the school leadership to develop positive school climate and establish a welcoming school culture. In which will help teachers make grounded decisions on whether to remain in the profession or pursue other career opportunities (Epistein & Buhovac, 2014; Marzano, Marzano, & Pickering, 2003) .
Method

Research Design
The purpose of this research study was to gather knowledge from teachers related to elements of safe and supportive schools, teachers' perceptions of positive school climates, motivation, and self-efficacy. When this knowledge is gathered, it will be examined to see if a correlation exists between at teacher's perception, motivation, and self-efficacy.
The study sought to address the following research questions:
Q1. To what extent do teachers perceive that their schools exhibit specific elements of a safe and supportive school climate (i.e. positive staff relationships, accountability and consequences, clear expectations and parameters, and active monitoring)?
Q2. Do correlations exist between the elements of a safe and supportive school climate and a teacher's (a) intrinsic motivation and (b) self-efficacy beliefs?
Q3. Is there a significant difference between (a) the intrinsic motivation and (b) self-efficacy of teachers who feel safe and supported in schools versus those that do not?
Q4. Which of the four elements of a safe and supportive school climate has the greatest impact on (a) intrinsic motivation and (b) self-efficacy of a teacher?
The data from the research questions incorporated a mixture of descriptive and inferential statistics that included the following: (a) Spearman's correlation (r) to measure the degree of association between variables (e.g., negative, positive or no correlation), (b) multiple regression analysis to determine the greatest impact, and (c) t-test analysis to determine statistically significant differences (Creswell, 2015) . The correlational design was chosen for this study because groups were not controlled or randomly assigned (Creswell, 2015) .
Participants
The target population of participants in this study were approximately 250 teachers from seven public schools in West Tennessee school districts. The participants ranged from middle school, junior high and high school teachers. No randomized sampling was included for the purpose of this study, but rather incorporated a population of convenience given the volunteer nature of the study among schools that were willing to participate in the study. The research group or convenience sample only comprised of 204 participating teachers with an overall response rate of 81% (i.e., 204 out of 250.
Data Collection Tool
The primary data collection tools for this study were the (a) the Safe and Supportive School Questionnaire and (b) the Attitude Toward Teaching Survey. The development of these instruments and items were based on both early and current theories. The theories consisted of behaviorism (Maslow, 1954) , constructivism and self-efficacy (Bandura, 1997) , instructional leadership (Green, 2013) , social learning (Bandura, 2002) , and organizational climate and culture (Epistein & Buhavoc, 2014 (Bandura, 1993; Blackwell et al., 2007; Elliot & Dweck, 2005; Goodard et al., 2004; Meuller & Dweck, 1998; Zimmerman, 2000) . The current research did not utilize all items from the original survey as this research only explored intrinsic motivation and self-efficacy, thus only the items that measured intrinsic motivation and self-efficacy were used.
Data Collection Procedures
The researcher submitted the proposal to the university's Institutional Review Board (IRB) to conduct research. After approval of the submitted proposal, the researcher: (a) reviewed and submitted documentation to superintendents and principals for potential research requests, (b) made personal contact with principals when instructed that the principals were the final arbiter for the research request, (c) constructed a Google Form, and (d) submitted the Google link to the appropriate Tennessee schools with coded information collecting live data. Due to time constraints, job responsibilities of participants, comfort of confidentiality, and accuracy of data, the researcher utilized a password protected electronic survey to maintain participants" anonymity.
After receiving approval from the principals to participate in the study, the researcher submitted a Google Form to the principals, and the principals distributed the information through the schools" emailing systems. An electronic consent form was emailed to provide the purpose of research, the clause of confidentiality, time completion of the survey, and contact information for questions or concerns. Participating teachers completed the survey from August 2016 through January 2016. Participants were aware that participation was voluntary, and review of responses was acceptable before complete submission.
Limitations
The scope of this study was limited in several areas. This study exclusively consisted of teachers, thus limiting the scope of perceptions from all stakeholders. Another limitation involves the sample population only consisting of teachers from rural West Tennessee school systems, representing teachers in the middle school grades through high school grades. The sample size is another limitation that should be taken into consideration. Although the sample population was very diverse, the findings in this study may have shown different trends if the sample size had been larger, included all stakeholders, and included all grade levels. Due to the limitations of this study, results from this study may not be appropriate for all demographical regions and educational settings.
Content Validity and Reliability
Creswell (2009) stated that the threat of statistical conclusion validity arises when the researcher's assumptions of the study are inaccurate due to inadequate statistical power or violation of statistical assumptions. Therefore, the Safe and Supportive School Questionnaire was tested for validity with a group of 376 high school students in Tennessee prior to the current study. The results revealed that this instrument could be used in other populations or situations and reflect similar outcomes. Ivie (2007) validated Green's (2006) Leadership Behavior Inventory through peer reviews of 156 educators (i.e., 20 principals and 136 teachers) regarding job satisfaction of teachers and principals implementing core competencies of leadership within various schools (Farmer, 2010) .
Reliability was calculated for the Safe and Supportive School Questionnaire using means with Cronbach's alpha. The Cronbach alpha coefficient determined the Safe and Supportive School Questionnaire during the original study was significantly high. The questionnaire revealed an alpha of .739 during the initial study, which measured the degree to which students felt that their school exhibited elements of a safe and supportive school. Thus, indicating if used again, this questionnaire would provide consistent results in further research studies.
In the current research the Attitude Toward Teaching Survey, composed by Farmer, (2010) revealed moderately high reliability for self-efficacy (α = .67) and intrinsic motivation (α = .59). In the current study the researcher only used items that measured these two variables. The Safe and Supportive School Questionnaire revealed moderately high reliability for positive staff relationships (α = .611) and clear expectations and parameters (α = .724). Active monitoring and accountability and consequences revealed unacceptable reliability, thus only one question for each variable was used in the data analysis to answer the research questions. Note. n = 204 This is a demographical breakdown of the participants.
Results
Participating Teachers' Demographic Data
For the categorical variable, Race/Ethnicity, Caucasian (n = 135) was the largest percentage of participants (66.2%). The majority of the participants were female (n = 135, 66.2%), and males accounted for 33.8% (69). All participants were from public schools in West Tennessee school districts (n = 204, 100%).
Results of Research Questions
Q1. To what extent do teachers perceive that their schools exhibit specific elements of a safe and supportive school climate (i.e. positive staff relationships, accountability and consequences, clear expectations and parameters, and active monitoring)?
This research question explored the extent to which teachers perceived that their schools exhibited specific elements of a safe and supportive school climate (i.e. positive staff relationships, accountability and consequences, clear expectations and parameters, and active monitoring)? The observations for clear expectations and parameters, which included questions 16 and 19 from the Safe and Supportive School Questionnaire, ranged from 2.00 to 10.00, with an average of 8.77 (SD = 1.25). The observations for positive staff relationships, which included questions 12 and 14, ranged from 2.00 to 10.00, with an average of 8.39 (SD = 1.58). The observations for active monitoring, which included questions 7 and 26, ranged from 2.00 to 10.00, with an average of 8.05 (SD = 1.41). The observations for accountability and consequence, which included questions 4 and 6, ranged from 2.00 to 9.00, with an average of 7.11 (SD = 1.58).
Overall, teachers perceived that their leadership had clear expectations and parameters in place (M = 8.77). In addition, teachers professed that staff members exhibit positive staff relationships at their school (M = 8.39). A mean of 8.05, from responding teachers, believes that administrators and colleagues know and care about the extent to which job duties are performed. Finally, an average of 7.11, from responding teachers showed that teachers believed they were held accountable for their job performance and valued the administrators' opinion of their job performance. 
Q2. Do correlations exist between the elements of a safe and supportive school climate and a teacher's (a) intrinsic motivation and (b) self-efficacy beliefs?
This research question investigated whether or not correlations existed between the elements of a safe and supportive school climate and a teacher's intrinsic motivation. Spearman correlation analyses were conducted among the following variables: (a) accountability and consequences, (b) active monitoring, (c) clear expectation and parameters, and (d) positive staff relationships, and intrinsic motivation. Cohen's standard was used to evaluate the strength of the relationships, where coefficients between .10 and .29 represent a small association, coefficients between .30 and .50 represent a moderate association, and coefficients above .50 indicate a large association.
There was a significant negative correlation between accountability and consequences and intrinsic motivation (r = -0.31, p < .001). The correlation coefficient between accountability and consequences and intrinsic motivation was -0.31, indicating a moderate, negative relationship. This indicated that as teachers felt as if they were held more accountable for their work, their intrinsic motivation decreased. There was a significant positive correlation between active monitoring and intrinsic motivation (r = 0.45, p < .001). The correlation coefficient between active monitoring and intrinsic motivation was 0.45, indicating a moderate relationship. This indicated that as teachers felt more certain that administration, faculty, and staff members cared about their performance, the teachers' intrinsic motivation increased. There was a significant positive correlation between intrinsic motivation and clear expectations and parameters (r = 0.57, p < .001). The correlation coefficient between intrinsic motivation and clear expectations and parameters was 0.57, indicating a large relationship. This indicated that as intrinsic motivation increased, teachers increased in their understanding of expectations, policies and procedures.
There was a significant positive correlation between intrinsic motivation and positive staff relationships (r = 0.51, p < .001). The correlation coefficient between intrinsic motivation and positive staff relationships was 0.51, indicating a large relationship. This indicated that as intrinsic motivation increased, the relationship among staff members became more positive. Table 3 presents the results of the correlations. There was a significant negative correlation between accountability and consequences and self-efficacy (r = -0.21, p = .002). The correlation coefficient between accountability and consequences and self-efficacy was -0.21, indicating a small relationship. This indicated that as accountability and consequences increased, self-efficacy decreased. There was a significant positive correlation between active monitoring and self-efficacy (r = 0.50, p < .001). The correlation coefficient between active monitoring and self-efficacy was 0.50, indicating a moderate relationship. This indicated that the more a teacher felt that the administration, faculty, and staff members cared about his or her job performance, the teacher's self-efficacy increased.
There was a significant positive correlation between clear expectation and parameters and self-efficacy (r = 0.46, p < .001). The correlation coefficient between clear expectation and parameters and self-efficacy was 0.46, indicating a moderate relationship. This indicated that as clear expectation and parameters increased, a teacher's self-efficacy also increased. There was a significant positive correlation between positive staff relationships and self-efficacy (r = 0.44, p < .001). The correlation coefficient between positive staff relationships and self-efficacy was 0.44, indicating a moderate relationship. This indicated that as staff relationships became more positive, a teacher's self-efficacy increased. Table 4 presents the results of the correlations. An independent samples t-test was conducted to examine whether the mean of intrinsic motivation was significantly different between teachers who felt safe and supported in schools versus those that did not. Teachers were placed in two groups (low or high) based on their responses to questions 4, 7, 12, 14, 16, 19, and 26 . Teachers were placed in the low group if their score ranged between 0-24. Teachers were placed in the high group if their score ranged between 25-35.
The result of the independent samples t-test was significant, t (202) = -5.91, p < .001, suggesting that the mean of intrinsic motivation was significantly different between the low group and high group. The intrinsic motivation in the low group was significantly lower than the intrinsic motivation in the high group. Data revealed that those who felt safe and supported within their school had significantly higher intrinsic motivation. Table 5 presents the results of the independent samples t -test. An independent samples t-test was conducted to examine whether the mean of self-efficacy was significantly different between teachers who feel safe and supported in schools versus those that did not. Teachers were placed in the low group if their responses to questions 4, 7, 12, 14, 16, 19 , and 26 ranged from 0-24. Teachers were placed in the high group if their responses ranged from 25-35.
The result of the independent samples t-test was significant, t(202) = -7.23, p < .001, suggesting that the mean of self-efficacy was significantly different between the low group and high group. The mean of self-efficacy in the low group was significantly lower than the mean of self-efficacy in the high group. Data revealed that those who felt safe and supported within their school had significantly higher self-efficacy. Table 6 presents the results of the independent samples t -test. This question investigated which of the four elements of a safe and supportive school climate has the greatest impact on intrinsic motivation. A multiple linear regression analysis was conducted to assess whether a significant relationship existed between accountability and consequence, active monitoring, clear expectation and parameters, positive staff relationships and intrinsic motivation. Variance Inflation Factors (VIFs) were calculated to detect the presence of multicollinearity between predictors. High VIFs indicate increased effects of multicollinearity in the model. Variance Inflation Factors greater than 6 are cause for concern, whereas a VIF of 10 should be considered the maximum upper limit. All predictors in the regression model have variance inflation factors less than 10. Table 7 presents the VIF for each predictor in the model. Results of the linear regression model were significant, F(4,199) = 27.51, p < .001, R 2 = 0.36, indicating that approximately 36% of the variance in self-efficacy is explainable by accountability and consequence, active monitoring, clear expectations and parameters, and positive staff relationships, and self-efficacy. Accountability and consequence was not a significant predictor of a teacher's self-efficacy, B = -0.04, t(199) = -0.33, p = 0.743. Based on this sample, a one-unit increase of accountability and consequence did not have a significant effect on self-efficacy. Active monitoring significantly predicted a teacher's self-efficacy, B = 0.91, t(199) = 3.85, p < .001. This indicated that on average, every one-unit increase of active monitoring resulted in a 0.91 unit change in a teacher's self-efficacy. Clear expectations and parameters significantly predicted self-efficacy, B = 0.55, t(199) = 3.61, p < .001. This indicated that on average, every one-unit increase of clear expectations and parameters resulted in a 0.55 unit change in self-efficacy. Positive staff relationships significantly predicted self-efficacy, B = 0.38, t(199) = 3.22, p = 0.002. This indicated that on average, every one-unit increase of positive staff relationships resulted in a 0.38 unit change in self-efficacy. Table 10 summarizes the results of the regression model. Note. F(4,199) = 27.51, p < .001, R 2 = 0.36
Discussion and Conclusion
A search of previous literature reveals that positive school climate is associated with stronger academic performance, higher graduation rates, decreased incidences of violence and increased teacher retention (Clifford, Menon, Condon, & Hornung, 2012; Gangi, 2010; Haggerty, Elgin & Woodley, 2010) . Previous research also proposed that a positive school climate makes school an appealing, satisfying, and meaningful situation in which both adults and youth spend a substantial portion of their time (Connolly, Pryseski, & Smith, 2014) . The focus of this study was to identify elements that teachers perceived as significant to their connection with school climate, intrinsic motivation, and self-efficacy beliefs at the workplace. According to Clark and Reaves, it is paramount that educational leaders and policymakers stay abreast of evolving changes within the teaching profession by continually researching, monitoring, and improving programs to ensure success for all stakeholders.
The results from the current study added to the growing body of literature about perceptions, motivation, and self-efficacy. These findings help close the gap in literature because understanding these areas are critical to the sustainability of a healthy school system as an organization, as well as retention of teachers as pillars upon which teaching and learning is built. Data revealed that there is a connection among a teacher's perceptions of elements of a safe and supportive school climate to motivation, and self-efficacy. Another conclusion that evolved from this study is teachers who feel safe and supported had significantly higher intrinsic motivation and self-efficacy compared to teachers that did not feel safe and supported. Specifically, possessing clear expectations and parameters from their administration had the greatest impact on a teacher's intrinsic motivation, while having administrators actively monitor their teaching behavior had the greatest impact on self-efficacy.
